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Introduction 
 
Williams and Burden (1997) stated, “teachers’ deep-rooted beliefs about how language 
is learned will pervade their classroom actions more than a particular methodology they are 
told to adopt or coursebook to follow” (p. 57). Teachers’ beliefs appear to reflect longstanding 
attitudes, common sense, and their experiences in education (Turner et al., 2009). Since these 
beliefs significantly shape teachers’ instructional behaviors and students’ learning, examining 
their characteristics, their content, and their expression are crucial to understanding teachers’ 
actions in the classroom. Teachers’ beliefs have direct application in building their perceptions 
and judgments relating to teaching and learning interactions in the classroom, yielding diverse 
classroom practices (Clark & Peterson, 1986; Li & Walsh, 2011). Teachers inculcate beliefs 
about distinctive features, such as teaching techniques, classroom management, and dealing 
with problems, which determine the way teaching should occur. Calderhead (1996) mentions 
that how some teachers perceive teaching as a medium of transmitting knowledge while others 
consider it as a medium for facilitating learning. With such beliefs, some teachers tend to 
conduct a lecture-oriented class while others are prone to create an interactive environment in 
which teachers and students equally contribute to producing knowledge in the classroom. 
According to Calderhead (1996), the development of beliefs about the subject matter, teaching, 
learning, and learners, rigorously shape teachers’ classroom practices. For instance, a teacher 
might ask students to read reference books for a better understanding due to his beliefs about 
learning being inclined to “reading more and more.”  
As such, teachers’ beliefs about teaching and learning have been the decisive factors in 
choosing particular teaching approaches (Aksoy, 2015). Therefore, prior to understanding 
teachers’ behaviors, it is essential to delve into the issue of their beliefs. If the antecedents that 
are dominant in the belief system can be traced, it will be easier to understand the decisive 
factors that shape teachers’ classroom practices. This belief is one of the prominent components 
of teacher cognition that is claimed to influence their classroom practices and that occupies a 
significant place in current research (Devine et al., 2013; Ertmer et al., 2012; Farrell & Ives, 
2015; Phipps & Borg, 2009; Prestidge, 2012; Rahman, Singh, & Pandian, 2018b; Rahman et 
al., 2019b; Rienties et al., 2013; Tam, 2015; Wilkins, 2008).   
Studying teacher beliefs in relation to teacher education are important, as teacher 
education not only prepares teachers for performing effectively in the classroom but it also has 
an immense contribution to developing or modifying or adjusting teachers’ beliefs which is a 
fundamental catalyst that determines teachers’ actions in the classrooms. Given the profound 
impact of teacher beliefs on the instructional decisions (Borg, 2003; Farrell & Lim, 2005), it 
was important to examine whether or not teacher beliefs about teaching, built through teacher 
education programs in Bangladesh, had an impact on their pedagogical practices. The nature 
of teacher beliefs certainly reflects the instructional quality of the classrooms. On top of that, 
the beliefs of the teachers must be understood by the policy-makers to revise, reshape, or 
develop any policy which has direct implications in the pedagogical practices. Of particular 
importance of this study concerned the fact that we cannot take it for granted that there has to 
be a reflection of teacher beliefs on their classroom practices. In many cases, teacher beliefs 
have little or no reflection on their classroom practices. To illustrate, the influence of other 
relevant antecedents, (e.g., contextual and institutional impediments), might override the 
strongly held beliefs of the teachers when performing pedagogical decisions in practice (Borg, 
2003; Farrell & Lim, 2005). For example, many studies on Bangladesh reported that teachers 
possessed a firm belief about the implementation of communicative activities in English 
classrooms (e.g., Rahman et al., 2019b). Yet they could not put their beliefs into practice, as 
institutional demand concerned good results of the students. Moreover, the expectation of the 
parents has been a compelling factor that propelled English teachers for exerting much 
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emphasis on the content assessed in the examination instead of employing communicative 
activities like listening and speaking practices in the classrooms. Such a phenomenon can help 
us manifestly realize how contextual and institutional impediments override the strongly held 
beliefs of the teachers. Therefore, teachers do not always activate their beliefs in their 
classroom practices. Considering this verdict in the light of Bangladesh, for instance, we 
observed that after taking part in a professional development program, the participant teachers 
started believing in the importance of integrating various activities in the classrooms; yet the 
reluctance of the students, examination-oriented education (assessment of reading and writing 
skills), the limited duration of the class, and pressure from the institutional authority and 
parents to complete the syllabus have been the impediments that preclude teachers from putting 
their beliefs into practice (Karim & Mohamed, 2019; Karim et al., 2019a). Consequently, the 
teacher development programs were faced with questionable success since teacher beliefs do 
not necessarily translate into their classroom practices. Therefore, the investment of millions 
of dollars measurably failed to bring changes in the pedagogical practices (Rahman et al., 
2019a). 
We can assume that similar outcomes might be or might not be associated with the 
teachers who graduated from the teacher education program like TESOL. As such, an 
investigation to trace the changing pattern of teacher beliefs and practices after completing the 
teacher education programs became an undeniable priority. To illustrate, a reflection of 
teachers’ beliefs on their classroom practices must be documented through research to address 
the inconsistencies between their beliefs and practices (Farrell, 2008b). Building on the 
perspective of reflective practice, teachers usually think about their beliefs regarding teaching 
and compare these to classroom practices (Farrell, 2008b). In line with this, Farrell and Ives 
(2015) opined that since the beliefs of the language teachers about successful teaching shape 
the core to decide the pattern of their teaching behavior, then the opportunities should be 
“provided for practicing language teachers to articulate and reflect on their beliefs and 
classroom practice” (p. 608). Yet Farrell (2008b) noted that not all language teachers maintain 
cognizance about their beliefs or the extent to which their classroom practices correspond to 
their beliefs. Considering this phenomenon on a pragmatic level, the researchers thought to 
explore teacher beliefs and observe their classroom practices to check whether or not their 
beliefs are reflected in their classroom practices. Therefore, the current study was guided by 
the following research questions: 
 
▪ What were/are English as a Foreign Language (EFL) teachers’ beliefs about 
teaching before and after their pursuing the Teaching English to Speakers of 
Other Languages (TESOL) programs? 
▪ To what extent teachers’ beliefs about teaching in line with their classroom 
practices after completing the TESOL programs? 
 
The study related to these concerns would inform the world how various dynamics of 
the teacher education program set the impetus to bring change in teachers’ beliefs. In addition, 
it would substantially reflect on the strengths and weaknesses of the teacher education program, 
and thereby, inform the sustainability of the program. Moreover, such a study might act as a 
threshold in building, revising, or reshaping teacher beliefs. On a factual point, the current 
study has been a testimony concerning the impact of the teacher education program on 
changing teachers’ beliefs about teaching and how beliefs impact their classroom practices. In 
the process, it highlighted how different courses of the teacher education program attempted to 
forward the nuances to change teacher beliefs about the multiple aspects of teaching, which 
have been expected to influence the changes in classroom practices. Any inconsistency 
between belief and practice would call for the reexamination of the contents of the courses 
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offered in teacher education programs and revise them accordingly, as Tarrou et al. (1999) 
noted that investigating using different perspectives would generate new insights that result in 
revisions, improvements, and quality assurance. Here in this study, we undertook the changing 




Defining beliefs requires diverse perspectives, for example, psychological and 
philosophical (Abelson, 1979; Nespor, 1987; Pajares, 1992; Woolfolk Hoy et al., 2006). To 
elaborate, the consideration of psychological, philosophical, and sociocultural aspects induces 
an individual to define teacher beliefs in various ways. In short, teacher beliefs are the result 
of their own experience as learners, the sociocultural setting where a teacher lives, or the 
teaching philosophy and principles informed by the teacher education programs. Teacher 
beliefs have been perceived as constructed through teacher education programs, irrespective of 
their pre- and in-service nature.  
Unarguably, participants enter pre-service teacher education programs with strongly 
held pre-conceived beliefs related to learning and teaching; such beliefs are fundamentally 
cultivated during their most impressionable years of schooling (Eryaman, 2006, 2007; 
Shulman, 1987; Tabacbnick & Zeichner, 1984). Two relevant sources of beliefs were 
identified. On one hand, participants’ perceptions originate from their learning experiences as 
language learners, and on the other, learners’ perceptions grow from ideas generated through 
pedagogical classes in schools and experiences gathered from school practicums during teacher 
education programs. Quite long ago, Zeichner and Tabachnick (1981) had propounded that the 
studentship of the prospective teachers for a thousand hours formulates their beliefs about 
teaching and learning. And these conservative beliefs, while remaining concealed during 
formal teacher education training at the university, became the decisive factors for the teachers 
in selecting their actions in the classroom. Bandura (1986) and Lortie (1975) also reported how 
teachers’ beliefs about language learning and teaching develop throughout their classroom 
experiences by observing their teachers before they graduate from high school. Subsequently, 
Kennedy (1997) and Raths (2001) put forward the idea that these are the beliefs that 
participants bring to teacher education programs. Thus, according to Lortie (as cited in Moodie, 
2016), school and instructional experiences shape the framework that acts as an “apprenticeship 
of observation” (p. 29). Later on, the iterations from the subsequent studies also shed light on 
this claim stating that the undergraduate students preparing to become teachers enroll in the 
program with prior experiences, as learners, that have already fine-tuned their beliefs about the 
subject matter and instructional practices during their formal learning process (Feiman-
Nemser, 1996; Gregoire, 2003; Riedler & Eryaman, 2016; Yüksel & Kavanoz, 2015). As stated 
earlier, pre-service teachers’ beliefs about learning and teaching may be influenced by the ideas 
extracted from their pedagogical knowledge and experiences from the school practicums 
during teacher education programs (Johnson, 1994). Through continuous observations and 
imitations, their previously constructed set of paradigms is adjusted and assimilated into their 
teaching (Pajares, 1992). In line with this, their pre-conceived immature beliefs are challenged 
during teacher education programs (Lortie, 1975). To illustrate, the teachers attend teacher 
education programs with prior beliefs derived from the knowledge and experiences that are 
gathered from the pedagogical exposure (Wallace, 1991), which is a result of their earlier 
identity as learners. These beliefs have been defined as immature beliefs because these are 
contained by the teachers when they are immersed in teacher education programs, and later, 
these would be challenged by the new inputs they receive from the teacher education programs.  
In recent decades, vigorous emphasis has been placed on teacher beliefs in terms of 
research. This is because, belief is considered as one of the key features of teacher education, 
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and thus it is identified as a significant area to explore (Borg, 2011) since the contents of a 
teacher education program empower the enrollees to construct their beliefs about different 
aspects of teaching and learning including beliefs about technology integration in the 
classroom, beliefs about teaching methods, beliefs about the role of teachers, and so on. The 
studies with such concern were mostly qualitative (e.g., case study) and encompassed language 
policy, teachers’ beliefs, and practices (e.g. Farrell & Bennis, 2013; Farrell & Ives, 2015; 
Farrell & Kun, 2008), teacher beliefs about technology integration (e.g., Ertmer et al., 2012) 
and teachers’ beliefs and practices regarding teaching grammar (e.g., Ng & Farrell, 2003). 
Besides, the investigations into teacher beliefs were subject to in- or pre-service teacher 
education in many studies (e.g., Borg, 2011; Mattheoudakis, 2007). The studies were also 
found to explore teacher beliefs about their roles, student learning, and motivation (Izadinia, 
2012; Turner et al., 2009).  
After reviewing the findings of these studies, a greater influence of teachers’ beliefs on 
their classroom practices was observed in many case studies and review papers (e.g., Borg, 
2003, Mangubhai et al., 2004; Ng & Farrel, 2003); their decision-making in the classroom 
(Tillema, 2000); and their options in terms of new approaches, techniques, and activities 
(Donaghue, 2003). Subject to the teacher beliefs and teacher education programs, a large body 
of qualitative research evidence also suggested that teacher education has a noticeable impact 
on teachers’ practices in the classroom only if it has an impact on teachers’ beliefs (e.g., 
Feiman-Nemser & Remillard, 1996; Ng & Farrell, 2003; Phipps & Borg, 2007; Wideen et al., 
1998). Yet a few studies in such fields observe the inconsistencies between teachers’ beliefs 
and practices (e.g., Farrell & Kun, 2008; Phipps & Borg, 2009). Borg (2011) also claimed that 
the literature observes little evidence to corroborate the impact of teacher education on the 
beliefs of participating teachers (teachers immersed in teacher education programs). According 
to Borg (2011), studies carried out so far on the impact of teacher education on changing 
language teachers’ beliefs mostly considered pre-service teacher education. The studies 
regarding the changing pattern of teachers’ beliefs before and after teacher education programs 
reported mixed findings. To illustrate, Borg (2006), Peacock (2001), Pennington and Urmston 
(1998), and Urmston (2003) enunciated the stability in pre- and post-course beliefs of student 
teachers. On the contrary, studies conducted by Cabaroglu and Roberts (2000), Clarke (2008), 
MacDonald et al. (2001), Mattheoudakis (2007), and Busch (2010) report evidence of change 
in student teachers’ beliefs as a result of language teacher education. Worried about such mixed 
findings, the current study sailed for tracing the changing pattern of teachers' beliefs in 
association with their practices to further the knowledge about the impact of teacher education 
programs on teacher beliefs and practices. 
The present study was undertaken to understand the changing pattern of EFL teachers’ 
beliefs about teaching that resulted from teacher education programs. Additionally, the 
consistency between teachers’ beliefs and practices after completion of the teacher education 
program was also explored. Such a study was of utmost priority for this context since this polity 
observed no study subject to the teacher education programs and the construction of teacher 
beliefs. Our study would yield substantial antecedents for designing or modifying the teacher 
education programs in different contexts, which would eventually suggest, reshape, or adjust 
the beliefs of the enrollees. We elicited pragmatic discussion by highlighting the interplay 
between the nature of the changes in teachers’ beliefs and the teacher education programs that 
encompassed various contents through diverse courses, which would lead to the changes. Thus, 
a clear picture would be exhibited on the premise that a teacher education program like the MA 
in TESOL, might reshape teacher beliefs about teaching and bring change in classroom 
practices. 
In the following sections of the paper, we conceptualized teacher beliefs in relation to 
the framework that grounded the current study. Furthermore, we described the method 
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undertaken to conduct this study. Followed by these, we developed the findings and discussion 
of the study. Finally, we drew a conclusion that was constituted by the implications of the 
current study.  
 
Conceptual Framework of the Current Study 
 
The major shift identified about teaching has led to the reconceptualization of it, that 
is, it is more of a cognitive affair rather than a behavioristic phenomenon (Farrell & Bennis, 
2013). Embracing teachers’ beliefs is not as easy as it appears to be due to their wide-ranging 
nature (Pajares, 1992). To capture the complex manifestation of teacher beliefs in this study, 
we believed the adoption of the contextual approach to teacher cognition would be helpful. 
Embedded in socio-cultural theory, the contextual approach to teacher cognition, which is 
perhaps a widely adopted approach to teacher beliefs research (Feryok, 2008; Mangubhai et 
al., 2004), considers teacher beliefs to be an interplay of disposition and social behavior (see 
Barcelos, 2003). Adopting a contextual approach to teacher cognition in research would 
underscore the development of teacher perceptions as a social process based on the personal 
experience of the teacher, influenced by the society in which he lived (see Feryok, 2008; 
Mangubhai et al., 2004). This line of approach to teaching cognition (re)defined second-
language teaching and learning as socially mediated and subject to self-knowledge (e.g., 
teachers’ beliefs about different aspects of their teaching in the current study). We observed 
that research studies within this framework are qualitative, focusing on and adding to an 
interpretive model, which has been described further in the methodology section of the current 
study. Last but not least, the methodological selection of the current study was underpinned by 
the opulent number of research evidence that corroborates the qualitative nature of the studies 
concerning teacher beliefs and practices (e.g., Borg, 2011; Farrell & Bennis, 2013; Farrell & 
Ives, 2015; Phipps & Borg, 2009; Rahman et al., 2018b; Rahman et al., 2019b). 
 
Method of the Study 
 
In this section, we shed light on the context of the study, research design, sampling, 
data collection, interpretation, and presentation (Feryok, 2008). A contextual approach to 
teacher cognition (embedded in sociocultural theory) as a theoretical underpinning of the study 
guided us to adopt the interpretive paradigm of research and qualitative approach to conduct 
this study since Feryok (2008) contended that a contextual approach to teacher cognition in 
research would underscore the development of teacher perceptions as a social process based 
on the personal experience of the teacher, influenced by the society in which he lived. A 
phenomenological approach under the qualitative research method was chosen to explore the 
individual teacher's life experiences (see Creswell & Poth, 2017).  
 
Context of the Study 
 
Karim et al. (2019b) drew an overview of the teacher education program offered in the 
universities in Bangladesh, which Ali and Walker (2014) identified as an EFL context. Teacher 
education herein is of utmost priority to produce economically efficient workforces (Karim et 
al., 2019a; Karim et al., 2019c) by improving English teaching and learning for Bangladesh to 
communicate effectively in the globally expanded market (Rahman & Pandian, 2018).  
Karim et al.’s (2019b) overview of Bangladesh suggested that different universities 
offer teacher education programs, namely MA in TESOL (Teaching English to Speakers of 
Other Languages) or MA in English (TESOL) for the English teachers. Generally, English 
teachers in both schools and colleges (Bangla and English mediums) tend to enroll in such 
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graduate programs. English teachers at the university level also tend to enroll in such programs 
to reshape their thoughts related to English teaching, given they had graduated majoring in 
either literature and linguistics in earlier days. The MA in TESOL program has been designed 
to equip the student teachers in those programs to teach those learning English as a second or 
foreign language. Universities offer TESOL programs by incorporating a good dose of theory 
and criticism. Coupled with the theoretical aspects, a teaching practicum is also offered to get 
the enrollees acquainted with the practical essence of teaching. In this research, participants 
completed their MA in TESOL from two distinct universities in Bangladesh, though they 
continue teaching English in the language institute of the focal university. 
It was important to introduce the courses that constitute the TESOL programs in both 
the universities. In this study, we aimed at tracing the changing pattern of teachers’ beliefs in 
conjunction with their classroom practices after being TESOL graduates. Therefore, we 
highlighted the courses so that we would be able to draw a connection between the courses 
and, their changed beliefs and practices. In the discussion section, we referred to the courses in 
the spirit of analyzing the findings pragmatically. Figure 1 illustrates the courses offered in MA 
in TESOL programs. 
 
 
Figure 1: Courses Offered in the MA in TESOL Program. 
Source: Karim et al. (2019b) 
The Context and The Researchers 
 
The authors of the current study have been involved in research enacted to the teacher 
professional development programs and teacher education programs. We observed that teacher 
development programs often exhibited limited success in changing teachers’ beliefs and 
practices, which has been commensurate with what Farrell (2008a) articulated. Generally, these 
teacher development programs were operated for a short period. As such, we admitted the fact 
that such small-scale programs might leave limited success in changing teacher beliefs and 
practices. However, the teacher education programs focused on the current study are full-
fledged Master’s degree programs, which we believe might be able to bring changes in teacher 
beliefs and practices. Therefore, the current study initially dealt with teachers’ beliefs and later 
with their classroom practices to examine whether or not teachers’ beliefs are aligned with their 
practices. That is how we attempted to trace the changing pattern of teachers’ beliefs and 
classroom practices after they complete the teacher education programs.  
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Among the six authors involved in the current study, four of them belonged to 
Bangladesh, and two of them belong to Malaysia. We shared a similar research interest that 
falls under the umbrella of “teacher education.” Three of the Bangladeshi researchers have 
been under the supervision of two researchers who belong to Malaysia. In that capacity, the 
first author made substantial contributions study conception and design, acquisition of relevant 
literature, and analysis and interpretation of data. The second author was involved in the data 
collection and transcription process. The third, fourth, fifth, and sixth authors have contributed 
equally in the review of literature and data analysis. They were also engaged in drafting the 
manuscript and revising it critically for important intellectual content. The third author has 
given the final approval of the version to be submitted and published. All authors read and 




Research Design  
 
Research questions related to the changing pattern of teachers’ beliefs required 
qualitative inquiry and qualitative data (Janesick, 1994) through which the researcher could 
understand the critical and in-depth perspectives of the subject and draw a better understanding 
of the phenomenon (Creswell & Poth, 2017). Precisely, we undertook a phenomenological 
approach by building on Creswell and Poth’s (2017) elaboration that delineated that such an 
approach focuses on describing the experience of a phenomenon. Considering Moustakas’s 
(1994) Creswell and Poth (2017) identified that a phenomenological study exerted focus on a 
phenomenon to be explored with a group of individuals who have all experienced the 
phenomenon. Taking these views into account, we intended to describe the phenomenon 
(teacher beliefs about teaching before and after TESOL programs) by interviewing a group of 
individuals who had been immersed in the TESOL programs. Furthermore, Gay, Mills, and 
Airasian’s (2011) view suggested that this approach has been effective for exploring the 
outcome or learning of activity from the participants’ perspectives. Here in this study, we 
explored the changing pattern of teacher beliefs about teaching (the outcome) which have been 
reported from the perspective of the teachers who underwent the TESOL programs (the 
activity). Moreover, phenomenology is a rigorous descriptive research method to examine the 
phenomena through several participants’ perceptions to understand how every day and the 
inter-subjective world is constituted (Schwandt, 2000). In this study, we explored how teachers 
have perceived teaching before and after enrolling in TESOL programs. Bryman (2012) 
underpinned another nuance for us to adopt a phenomenological approach under qualitative 
research which suggested that postmodernists have seemed influential in qualitative research, 
which sheds light on individual accounts of a phenomenon. The beliefs about teaching, a 
fundamental concern of the current study, vary from individual to individual. In other words, 
the phenomena of teaching and teacher beliefs are not ubiquitous in the thought process of all 
teachers. As regards beliefs and practices, an individual has a different account that shapes his 
or her beliefs and practices. We intended to deal with teacher beliefs and practices, which have 
been the regular phenomena of the teachers’ life and which are not stagnant for all teachers. In 
every occasion of their pedagogical actions, they have to maintain different beliefs that act as 
an impetus for their actions. With this understanding being placed, the authors tend to adopt a 
phenomenological approach to answer the research questions. Finally, a phenomenological 
approach was adopted for the present study to explore the nature of the phenomenon (e.g., 
change in beliefs and practices after TESOL programs) in their life (Creswell & Poth, 2017). 
We designed the first research question to learn the EFL teachers’ beliefs about teaching 
before and after their pursuing the TESOL program. Subject to teacher beliefs before 
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immersing in the TESOL programs, we accounted for the participants’ responses to the beliefs 
related to the teaching phenomenon that was prevailing before their enrollment in TESOL 
education. As regards the beliefs after pursuing the TESOL programs, we documented the 
teachers’ perceptibility about teaching that derived from the experiences and learning outcome, 
which were the results of TESOL education. That is how the underlying rationale rendered by 
Gay et al. (2011) and Bryman (2012) shaped the methodological selection of the current study. 
Additionally, we answered our second research question, to what extent teachers’ beliefs about 
teaching were in line with their classroom practices after completing the TESOL program, 
through classroom observation. Nunan (1992) advocated that “there is no substitute for direct 




In the current study, the participants were university teachers, who were certified 
TESOL graduates. We selected the participants based on accessibility (Creswell & Poth, 2017) 
and purposiveness, as Cohen et al. (2013) defined that the deliberate intervention in the 
sampling process is known as “purposive sampling” (p. 115). Focusing on accessibility, we 
had access to the language institute of the focal university, and thus, we approached the teachers 
for their consent to participate in the study. We approached the teachers who fit the profile that 
is congruent with our purposes. For understanding the changing phenomenon of teacher beliefs 
and practices after the TESOL programs, for instance, we considered teachers who had 
previously graduated in English Literature, were involved in English language teaching, and 
later, completed their graduation in TESOL and continued teaching the English language at the 
focal university. Besides, depending on the accessibility to the university for interviewing 
teachers and conducting the classroom observation, the researchers selected participants who 
had been teaching the English language in the language institute of the focal university. The 
setting of the study concerned this university since it offered specialized language courses to 
develop students’ English reading, writing, listening, and speaking. The university labeled the 
courses as ENG091, ENG101, and ENG102. Table 1 has represented the details of participants 
in this study. In this study, we used pseudonyms, like T-1, T-2, T-3, and T-4, to conceal 
participant teachers’ actual identities (Creswell & Poth, 2017). Given below is a table that 
contained the details of the participant teachers.  
We selected four subjects, as Creswell (2013) recommended that a phenomenological 
study be carried out with 3 to 10 cases, with the belief that such a sample size including four 
participants (see details in Table 1) was adequate to explain the phenomenon (e.g., teacher 
beliefs before and after TESOL, and their practices after TESOL) under study. 
 
Table 1: Details of Participants 
Teacher Code Educational Qualification Courses They Taught Experience 
T-1 MA in English Literature; 
MA in TESOL 
Eng 091  
Foundation course in English 
 
7 Years 
T-2 MA in English Literature; 
MA in TESOL 
Eng 091  
Foundation course in English 
 
8 Years 
T-3 MA in English Literature; 





T-4 MA in English Literature; 
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Ethical Considerations 
 
Initially, we obtained verbal consent from the senior director of the language institute 
at the focal university. Typically, this is the process practiced in Bangladesh for conducting 
such a small-scale Social science research (Numanee et al., 2020). We also informed the 
participants about the purpose of the study, how the findings of the study will be disseminated, 
what their rights were, their choice to withdraw from the study, how they will benefit from the 
study, the guarantee of anonymity and the confidentiality of the study, as indicated by Creswell 




To answer our first research question, we undertook a semi-structured interview with 
the participants. We designed semi-structured interview questions (Table 1) by adapting 
Richards and Lockhart’s (1994) questions on teachers’ beliefs about teaching. For example, 
Richards and Lockhart (1994) suggested the question, “How would you define effective 
teaching”? We adapted the same question for our study as “What was your belief about 
effective teaching before enrolling in the TESOL program”? or “What is your belief about 
effective teaching after completing the TESOL program”? We developed questions that 
enabled us to understand the changing pattern of teacher beliefs about teaching after the 
participants being TESOL graduates. 
 
































🡪How did you define your 
role in the classroom before 
enrolling in the TESOL 
program? How do you define 
your role in the classroom 
now? How do you think this 
would be apparent to a 
visitor? 
🡪How did you perceive the 
teaching methodologies 
before attending the TESOL 
program? How do you 
perceive these after the 
TESOL program? What is 
your opinion about the 
teaching methodologies?  
🡪What did you consider as 
teaching material resources 
before attending the TESOL 
program? What do you 
consider as teaching material 
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🡪What was your belief about 
effective teaching before 
enrolling in the TESOL 
program? What is your belief 
about effective teaching after 
completing the TESOL 
program?  
🡪What was/is your belief 
regarding your approach 
toward classroom 
management styles, before 
and after your enrollment in 
the TESOL program?  
🡪What were your beliefs 
regarding the quality of a 
good teacher before entering 
the TESOL program? What 
are your beliefs regarding the 
quality of a good teacher 
after entering the TESOL 
program? 
🡪To examine 
whether or not 
teachers’ beliefs 
about teaching 





🡪 Are teachers’ beliefs about 
teaching in line with their 
classroom practices after 



















To answer the second research question, – to what extent teachers’ beliefs are aligned 
with their classroom practices – and to explore how teachers experience the phenomenon in 
the classroom, we collected data through observing each teachers’ performance as it is related 
to the instructional methods that they are using in each class, which Patton (2002) identified as 
an important element to capture life events of participants in relation to the phenomenon 
(teacher beliefs about teaching in this study). Creswell and Poth (2017) also emphasized the 
inclusion of observation as a tool for data collection in a phenomenological study. Therefore, 
to answer our second research question, we carried out a non-participant semi-structured 
observation (see Appendix) to examine whether or not teachers’ beliefs, after the TESOL 
program, have been in line with their classroom practices. Creswell (2005) recommended the 
inclusion of the semi-structured observation, which suggests the determination of general 
categories of the observation (Appendix) based on the research questions. As such, the current 
study incorporated semi-structured classroom observation. Four classes conducted by each of 
the four participants were observed. As mentioned in Table 1 that two of the participants 
conduct ENG 091 course and two of them conduct ENG 102 course, we observed two ENG 
091 classes and two ENG 102 classes. 
ENG 091 course is intended to enhance the four skills of the English language (i.e., 
reading, writing, speaking, listening) through adequate practice and the replication of 
contextual communication. The reading section emphasizes the different sub-skills of reading 
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like inferring, understanding, classifying, and relating textual information contextually. In the 
writing section, the students learn to demonstrate different mechanics of writing (e.g., varied 
sentence structures and vocabulary, proper use of grammar as well as organization). The 
listening and speaking sections focus on the correct structure of spoken English, pronunciation, 
and intonation as well as the formal and informal expressions in contextual setup. Moreover, 
the course also focuses on various social and interpersonal skills like national and global 
thinking, innovation, collaboration, critical thinking, empathy as well as the spontaneous use 
of technology by integrating them with language teaching and learning. Likewise, although 
with different intentions, the ENG 102 course deals with all four language skills, concentrating 
mainly on reading and writing aspects of the English language for academic purposes and 
simultaneously exercising the speaking and listening skills through discussions and 
presentations. Students are expected to attain skills in reading comprehension, drawing an 
inference, practicing rhetoric, creating compositions, synthesizing, critical thinking, technical 
awareness, and global thinking. As regards semi-structured classroom observation, field notes 
were taken during the observation of classes. We applied the time sampling technique. 
Accordingly, the duration (80 minutes) of the lesson was divided into four stages: (a) the start 
of the lesson, (b) the 20th minute, (c) 40th minute, and (d) the 60th minute. We believed that this 
technique would enable us to perform a closer observation of the segment-by-segment actions 




After gathering the semi-structured interview and classroom observation data, the 
researchers coded and analyzed the data for emerging themes. After that, findings from the 
different sources were validated through a triangulation process (Miles & Huberman, 1994). 
An example can shed light on how we accomplished it. To illustrate, T-1 perceived the 
incorporation of “class dynamics” as the teachers’ role after participating in the TESOL 
program.  During classroom observation, we observed the use of different class dynamics by 
T-1 in the classroom to accelerate the students’ active involvement in the learning process. We 
placed the findings under the same theme in order for the triangulation of data from various 
sources (e.g., interview and classroom observation) to be accomplished. Next, the transcripts 
were scanned time and again for recurring themes following the coding of the data (Creswell 
& Poth, 2017). Once this was accomplished, the comparison between interview data and 
classroom observation data (field notes) was done to examine whether or not teacher beliefs 
corresponded to the classroom practices. Observations were checked against the transcripts 
before any conclusions were drawn. For example, teachers expressed their beliefs about the 
use of “class dynamics” during the interview. Later, in the classroom observation, we checked 
whether or not these dynamics were incorporated by the teachers. When we found that the 
teachers are using the class dynamics, we concluded that the changes in teacher beliefs and 
practices remained in line after the completion of the TESOL programs. Table 3 contained 
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Table 3: Themes and Codes of the Data Analysis 
 













What were EFL 
teachers’ beliefs about 
teaching before and 
after their pursuing 
TESOL programs? 
Teachers’ Beliefs about their 
Roles Before and After TESOL 
 
Delivering the content 
lesson, Limited actions in the 
classroom, Oriented to basic 
teaching, Maintaining time 
management, Incorporating 
class dynamics, Created 
student-centered classroom, 
Other relevant concerns, 
Well prepared teacher, 
Interactive atmosphere  
Perceptibility of teaching 
methodologies before and after 
TESOL, and their preferred 
teaching method 
Buzzword, Westernized 
fashion, Symbol of 
glorifying self, Inevitable 
part of teaching, Guidance 
for teaching trajectory, Prime 




prominence, Avenue to 
reduce teachers’ burnout, 
CLT, Eclectic method 
Beliefs about teaching materials 
before and after TESOL 
Book, authentic materials, 
Anything and everything, 
Students, Audiovisual aids 
Defining effective teaching 
before and after TESOL 
Entering, doing and leaving, 
Effective delivery of the 
content, Participation of the 
students, Delivering clear 
instructions, Embracing 
students’ understanding, 
Meeting the objectives of the 
class 
Approach to classroom 
management before and after 
TESOL 
Focused on ethical aspects, 
Maintaining an authoritative 
attitude, Use interesting 
prompts, Applying empathy, 
Seating arrangement, 
Friendly approach, 
Monitoring the class 




Are teachers’ beliefs 
about teaching in line 
with their classroom 
practices after 
Correspondence of teacher 
beliefs to classroom practices 
Teachers’ attempt to engage 
the class through diverse 
interactive activities 
accomplished through group 
and pair works, Employment 
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completing the TESOL 
programs? 
of audiovisual aids, 
Guidance of the objective-





During data collection, the researchers attempted to avoid leading or personal or 
sensitive questions, and stored data in a safe and secure place for future usage. The current 
study reported and interpreted multiple perspectives. Researchers also allowed the participants 
to assess the consistency of interpretation and reporting of the data. 
Furthermore, the issue of validation was tackled watchfully. Creswell and Poth (2017) 
described the validity of qualitative data from three perspectives (See Figure 3 for details).  
 
 
Figure 3: Strategy for validation in qualitative research. 
Source: Creswell and Poth (2017, as cited in Rahman, Pandian, & Kaur, 2018a, p. 1112) 
 
We used multiple data collection tools (e.g., semi-structured interview and semi-
structured classroom observation) to enable methodological triangulation of the data generated 
in this study to establish rigor and validity of the qualitative study. In the results, the negative 
results discussed in other literature, and the results delved in the present study were 
acknowledged. Among the six authors, four belonged to the context where the study took place; 
and they had no personal interest in the study since they had no personal relationships with any 
of the participants.  
We stated researchers’ bias in The Context and The Researchers section. In addition to 
that, we explained the ethical points in the Ethical Considerations section. A brief overview of 
the context, the participants, data collection procedure, data analysis, and validation were also 
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articulated clearly. We also carried out a prolonged classroom observation. We also sought for 
the participants’ feedback on the transcription of the interview data.  
 
Findings of The Study 
 
We have presented the findings of the current study under the respective themes. Firstly, 
the beliefs about teaching carried by the teachers before they had undertaken TESOL programs 
were stated. After that, their beliefs about teaching after they had completed TESOL programs 
were articulated. Alongside this, the classroom observation data was presented. This was done 
for understanding the changing pattern of their beliefs and practices as a result of the TESOL 
programs. Since the thematic analysis was adopted for the current study, we presented the data 
based on themes. 
 
Teachers’ Beliefs about their Roles Before and After TESOL 
 
Our participants articulated that before their TESOL programs, their views regarding 
their roles in the classroom were limited. These curtailed them in certain functions to perform 
in the classroom. However, after attending TESOL programs, they remodeled their roles in the 
classrooms. Additionally, they also drew the vignette of how the classroom would be apparent 
to the visitors observing their classes.  
The interview data suggested that before enrolling in TESOL programs, teachers 
considered delivering the lecture to be their sole role in the classroom. As T-1 expounded,  
 
I thought that the teachers’ role was just delivering the lesson. And if students 
understood my delivery, I felt like the teaching was going on perfectly. On top 
of that, I felt that teacher-centeredness should be the utmost priority of me as a 
teacher in the classroom.  
 
In the same vein, T-2 elucidated,  
 
I considered my role as getting into a class, opening the lesson, and delivering 
the content. I hardly realized the necessity of engaging students by employing 
various interactive activities in the language classroom. 
 
The interview data suggested that they had never thought of students’ active involvement in 
the learning process. In addition to that, before attending TESOL programs, participants were 
concerned about their limited functions as teachers. As T-2 highlighted, 
 
I had limited interest in whether or not students understood the content of the 
lesson. I was not aware of meeting the objectives of the lesson. Even I did not 
feel the necessity of a lesson plan along with the learning objectives. 
 
Such beliefs of the teachers derailed them from following specific lesson plans to conduct the 
classes properly.  
 
Furthermore, the term, “basic teaching,” was coined by the teachers, as documented in 
the interview data. They practiced basic teaching before enrolling themselves in TESOL 
programs. For instance, T-3 distinctively explicated, 
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I undertook basic teaching. It was like, I used to enter the class and sit in the 
chair. My classroom mechanisms were delivering the content through lecture, 
no use of audiovisual aids, asking questions to the students sitting in the front 
row, assigning tasks to the students only if the lesson contained writing 
activities, checking their scripts, and providing them with feedback sometimes. 
 
Similarly, T-3 explicates,  
 
My role in the classroom was to go and teach the content of a particular lesson. 
I never did any improvisation; I just taught the lesson as it was. There was no 
warm-up activity and no self-initiated prompts on my part to make the 
classroom interactive. 
 
In conjunction with these, participant teachers admitted that previously they had no idea 
about time management in their classrooms. They hardly considered it as being important at 
that time. They did not even perceive time management as being part of their responsibility in 
the classroom. T-2, in this regard, admitted, 
 
I was not worried about time management. I did not believe it as an 
indispensable part of teaching. 
 
Such belief indicated that teachers did not use time-sampling techniques in the classroom. It 
means that specific time was not allocated for the specific content of the lesson.  
However, after enrolling in TESOL programs, teachers’ beliefs regarding their role in 
the classroom changed substantially, as confirmed by the interview data. Participant teachers 
reported that after attending TESOL programs, they shifted their focus from delivering lectures 
to creating student-centered classrooms. Eventually, they started incorporating class dynamics 
into their teaching. As T-1 articulated,  
 
After the TESOL program, I have incorporated warm-up activities in my class. 
I focus on broadening the relationship between me and my students. As such, 
my students got the platform to be extroverts in the classroom. Moreover, I 
resisted sitting in a chair and conducting the class. On top of that, I started 
believing in improvisation. I stopped limiting myself to the lesson in isolation. 
Moreover, I stopped emphasizing the accent rather I focused on the active 
involvement of the students in the classroom interaction. Finally, my beliefs 
about the nature of the students (i.e., active and passive learners, extrovert and 
introvert learners, and shy learners) got consolidated. Most importantly, I 
perceived the importance of using lesson plans that dramatically helped to 
manage time for different activities in the classroom. 
 
During classroom observation, it was found that T-1 created an interactive environment 
from the beginning of the class. Teachers randomly asked questions related to the contents. For 
example, initially, the teacher asked questions: What are the elements involved in the 
persuasive essay outline? What are the different parts of the thesis statement? What is the claim 
and what is the fact? These were all references to the lesson taught in the previous class. After 
that, the teacher focused on the content of the current class, with the elicitation of the students. 
This was done to involve them actively in the learning process. The teacher was just a 
facilitator, as observed. 
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Moreover, interview data suggested that after the TESOL programs, teachers believed 
that creating a student-centered class is necessary. As T-3 asserted, 
 
I felt it necessary to create a student-centered classroom. I tried to ensure 
interaction in my class. From my participation in the TESOL program, I got an 
idea of shy learners. I was able to trace them in the class and encourage them to 
interact. Sometimes I reinforced them so that they take part in the activities 
assigned. Eventually, after 2–3 classes, all the students gained the courage to be 
active participants in the classroom. 
 
Classroom observation data suggested that T-3 maintained a rigorous focus on the 
students who were reluctant to take part in the classroom interaction. Categorically, the teacher 
called the name of those students with a smiley face and asked them to talk about the strategies 
involved in writing a response paper. After they finished answering, the teacher clapped and 
appreciated their effort.  
As a result of the TESOL program, teachers’ beliefs had changed from their various 
perspectives. For instance, T-2 responded, 
 
I believe that it is important for teachers to move into the classroom. It 
significantly helped to address individual needs. In addition, it helped me to 
monitor whether or not all students were engaging themselves in the assigned 
activities. Furthermore, I perceived the importance of audiovisual aids as clues 
of the forthcoming content to be taught. Contextualizing the content, I 
sometimes prepared materials to present the simplified version among students. 
This happened due to my strengthened belief that students must need something 
which they can relate to their schemata and in which they can get interested. 
 
During classroom observation, it was seen that after assigning a particular task, the 
teacher moved from one student to another and addressed individual queries. Interestingly, it 
was observed that some students were introverted and did not ask questions in front of all; yet 
they asked questions when the teacher reached them individually. Moreover, the teacher used 
contextual examples to bring clarity, as noted.  
Apart from the aforesaid iterations, the teachers confirmed that designing and 
developing materials are the responsibilities they need to perform. They added that they should 
plan their lesson and design their materials to create classroom vibrantly and interactive. When 
observing the class, teachers seemed to conduct the class according to the self-prepared lesson 
plan.  
Participant teachers, furthermore, commented on how their classes would be apparent 
to any visitors. They reckoned that the visitors would consider the class as being well-organized 
in terms of content, student-orientation, and time management. This would happen because of 
the teachers’ grown beliefs about the importance of their preparation before the class. 
Respondents of the current study affirmed that if anyone visits the classroom, the initial 
impression he or she would get concerns the well-preparedness of the teachers. To illustrate, 
T-1 clarified, 
 
The TESOL program equipped me with the belief that the teacher’s preparation 
before the class is essential. Since I started by following a proper lesson plan, I 
took rigorous preparation on the contents of the lesson, how much time should 
be allocated on what, whether I should form pairs or groups to accomplish a 
particular task. 
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Teachers also commented that visitors would find their classrooms interactive. For 
example, T-3 mentioned, 
 
Visitors would notice the interaction (e.g., teacher-student, teacher-students, 
student-student, and students-students). Also, there is a balance of how I teach, 
how I deliver instruction or content, how I get the answer elicited from the 
students randomly, and eventually how I make the class interactive. In short, 
visitors would easily get the essence that students are the biggest clients in my 
class. 
 
Perceptibility of Teaching Methodologies before and after TESOL 
 
We administered an interview question to trace the participants’ beliefs about teaching 
methodologies. The respondents viewed teaching methodologies as offering a Westernized 
notion in EFL contexts. They perceived them as being tantalizing but having little application 
for a Bangladeshi context. Yet after completing TESOL programs, they reshaped their 
perception about teaching methodologies. They opined that teaching methodologies are 
enormously helpful for them to understand language teaching and to perform language 
teaching, resulting in better teaching than what they used to do before. 
As regards beliefs before the TESOL programs, teachers perceived teaching 
methodology as a buzzword. They never believed the pedagogical orientation of the 
methodologies as being practical. As stated by T-1, 
 
I thought of teaching methodologies as only bookish content. I did not even 
ponder about them, let alone apply them in the classroom. 
 
The teachers perceived teaching methodologies as teaching rudiments that have lesser 
applications in the Bangladeshi context. The contextual relevance of the teaching 
methodologies was little, as claimed by the participants. In line with this, teachers also 
acknowledged that teaching methodologies seemed to have a Westernized fashion to them. 
Therefore, they invested little attention in knowing about them briefly. As T-2 mentioned,  
 
To me, teaching methodologies were something imposed by the West on third 
world countries. I never believed these could be implemented in our classroom. 
In short, I knew about these but without practical integration. 
 
Teachers also saw teaching methodologies as a sign of self-glorification. According to T-3, 
 
I thought, teaching methodologies as mediums of exhibiting self-expertise, 
often done by those who graduated from foreign universities. I had seen some 
of my colleagues joining the teaching field after they graduated from Western 
universities. When they employed pair and group work in their classes, it 
seemed to me as being a joke. Their students appeared to me as mediocre. 
 
Yet after the TESOL program, as admitted by the participants, their contentions about 
teaching methodologies were drastically changed. They felt the importance of teaching 
methodologies in the language classroom. Participant teachers inculcated teaching 
methodologies as an unavoidable part of teaching. The real essence of the methodologies got 
cultivated in their minds. As illustrated by T-1, 
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Since I have attended the TESOL program, I started embracing language 
teaching methodologies and their application, in conjunction with their 
suitability in a different context. For instance, in the setting where I teach, 
Communicative Language Teaching (CLT) is being practiced. I could 
apprehend CLT as being highly beneficial to enrich students’ verbal 
proficiency. Now I realize the importance of it in a language class through the 
input received in the TESOL program. In addition, after TESOL, I rigorously 
perceived the essence of total physical response and community learning and 
also their importance in a language class. 
 
Subject to classroom observation, T-1 was focused on creating an interactive session. 
The inputs on teaching methodologies she was oriented to through the TESOL program were 
overtly exhibited in her classroom practice.  
Besides, teaching methodologies were perceived as supportive by the teachers after the 
TESOL program. Teachers confirmed that these guided them meticulously to conduct an 
interactive language classroom. According to T-3, 
 
When I heard the words like interactive classroom, student-centered classroom, 
I did a little fumble regarding how to do it. After the TESOL program, I was 
inclined to the teaching methodologies and these directed me to conduct 
interactive and participatory language classes. 
 
Teachers also identified teaching methodologies as the prime catalysts of the language 
classroom. As T-2 delineated, 
 
After TESOL, I found methodologies as the soul of language classrooms as they 
make the content and delivery effective and learnable. 
 
The current study also intended to reveal their opinions about teaching methodologies. 
Their responses indicate versatile features of teaching methodologies concerning their 
application in language classrooms. For example, respondents drew their focus toward the 
integrated nature of teaching methodologies. They opined that teachers need to not restrict 
themselves to a single methodology. Instead, they can blend methodologies and create a more 
effective environment for learning. As T-2 narrated, 
Depending on the content and needs of the learners, we can blend two or three 
approaches to teaching. It can be one once we have a solid idea about the methodology. 
Appreciating this sentiment, T-1 rationalized, 
 
In postmodern theories, it is noted that no methodology is strict to their rules; 
rather, we can blend one or two, even sometimes three. 
 
In addition to that, interview data indicated that teaching methodologies ensure 
students’ prominence in the classrooms. Irrespective of their aims and functions, all 
methodologies have a collective emphasis on learners. For instance, T-1 elicited, 
 
Teaching methodologies have a shared intention to inject ease and comfort in 
the students’ learning process. 
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Participant teachers also acclaimed the effectiveness of methodologies in reducing teachers’ 
pressure. This helps teachers to shift their focus to assure students’ learning obviously, and 
decrease their burnout eventually. As T-2 shed light, 
 
Through community learning, I can let my students sit together, involve them 
in work, and allow them to discuss. It helps me to conduct an anxiety-free class 
because they discuss the work among themselves. As a teacher, I just monitor. 
I need not engage actively in delivering content. 
 
When observing the class, it was found that T-2 involved students in group work to 
write a response paper. One-half of the group member/s were seen to have confusion, which 
was solved by other group members. Certainly, group work reduced teacher burnout, which 
was not the case before immersing in the TESOL program. At that time, the class was mostly 
teacher-centered and lecture-based. The teacher was the sole authority to deal with the students’ 
confusion. Yet after the TESOL program, they escaped from the pressure to clarify everything 
for students. Being in groups or pairs, students were empowered to carry out their 
understanding. 
Relevantly, the current study drew a question on the teaching method teachers try to 
implement in their classroom. Participant teachers mostly highlighted CLT as a teaching 
method adopted by them. For instance, T-2 elaborated, 
 
Our purpose in the language classroom is to ensure learners’ active 
participation. We aim to improve students’ verbal proficiency through diverse 
practices. As such, CLT is the sole gateway to achieve it. 
 
T-1, distinguishably maintained,  
 
CLT comprises less talking time for teachers and involves students in activities, 
intriguing their mind, and broadening critical thinking. 
 
Besides, depending on the needs and level of students’ proficiency, teachers also shed light on 
the eclectic method. As T-3 explained, 
 
Practice, repetition, and continuous effort are the keys to improved language 
proficiency. Conceiving this idea, I prefer the eclectic method. 
 
Beliefs about Teaching Materials before and after TESOL  
 
We attempted to reveal the beliefs about teaching material resources contained by the 
participants before and after the TESOL program. Teachers informed that they considered 
course books as the only materials before attending TESOL programs. As T-1 answered, 
 
I perceived coursebook as an only material resource and followed it before I 
went into the TESOL program. I thought course books contained everything 
and met all the needs of the learners. 
 
The responses of T-2 and T-3 were also similar to that of T-1.  
Yet teachers’ elicitation confirmed that they started perceiving some other staff – 
mentioned below – as material resources after attending TESOL programs. For instance, 
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participants realize that authentic materials act as material resources to be used in the language 
classroom.  To illustrate, T-3 mentioned, 
 
After attending the TESOL program, I started believing that authentic material 
is one of the mainstays of an imaginative and motivating higher-level course. I 
also felt the necessity of revising and simplifying the language of authentic 
material so that students can avoid panic. After my TESOL degree, I started 
using movies, short documentaries, songs, posters, newspaper articles, and 
magazines. For example, to teach summaries, I use text from newspapers and 
magazines. Also, in my listening class, I incorporated movies and short 
documentaries to facilitate listening. 
 
Teachers also seemed to identify anything and everything as teaching material resources after 
the TESOL program. To clarify this point, T-1 stated, 
 
Anything and everything that is commensurate with language and content input 
or can be used as a medium to deliver language activities. Of course, it depends 
on the course level I am teaching and the learners I am dealing with. 
 
For a language classroom that is focusing on students’ communication, the use of video 
and short film, radio broadcasts, and television programs are highly supportive to facilitate 
listening and speaking activities. To illustrate, a short film or audio clips might activate 
students’ listening practices. For example, teachers can involve students to answer a set of 
questions, while watching a short film or listening to an audio clip. Similarly, radio broadcasts 
can be used to teach intonation, or a television program can equip students with presentation 
skills. Likewise, a movie review or a biography of an eminent model can facilitate reading 
activities. Furthermore, teachers also seemed to dub students as the source of knowledge 
sometimes in the classroom. As T-2 clarified, 
 
On a given topic, students generate their ideas, and thereby, the creation of 
knowledge takes place. That is how I use my students as material in my class. 
 
Audiovisual aids are also considered as material resources by participant teachers. T-1 
exemplified, 
 
I use pictures to elicit the meaning of unknown words. I also deploy audio clips 
to teach intonation and facilitate listening practice. Moreover, I use video clips 
to demonstrate public speaking and presentation skills. 
 
Defining Effective Teaching Before and After TESOL 
 
The current study intended to explore the status of teacher beliefs about effective 
teaching before and after the TESOL program. It was revealed that the participants perceived 
effective teaching, before the TESOL program, as performing some basic aspects of teaching 
in the classrooms. To elaborate, teachers’ interview data suggested that they defined an 
effective class as being solely associated with teaching content. T-2 elaborated,  
 
Previously, I entered the class, lectured the content, assigned students to lesson-
related activities, checked students’ tasks, provided feedback, and left the class. 
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Teachers also believed effective teaching as properly delivering the content. According to T-
3, 
 
I saw effective teaching was “effective delivery of content.” I was more 
focusing on my excellence as a teacher to deliver my lecture. I did not think 
about simplifying things for students. 
 
Yet teachers’ beliefs about effective teaching observed a new dimension after TESOL 
programs. Their thoughts regarding effective teaching encompassed a lot of features, like 
ensuring students’ participation, delivering clear instruction, assuring pupils’ understanding, 
and meeting the objectives of the lesson. Teachers asserted that getting students rigorously 
engaged in the learning process is the fundamental of effective teaching. As T-1 highlighted,  
As a teacher, I think effective teaching secures the deliberate involvement of 
students in the classroom. 
 
The response of T-4 was congruent with that of T-1. The classroom observation report 
suggested that T-4 was highly enthusiastic in engaging students in classroom interaction. 
Teachers also identified that instructing students is an attribute of effective teaching. T-2 
explained, 
 
In a language class, instruction is very important. Without clear instructions, 
students get perplexed regarding their activities. To me, effective teaching is 
delivering clear instructions regarding what to do and how to do it. 
 
The reflection of such belief was visible in practice, as noted during the classroom observation. 
The teacher clearly articulated the instructions. After that, she wrote these on the board. T-4 
approached delivering the lecture differently. Like T-2, he verbally delivered the instructions, 
with the exception that he called another student in front of the class to restate the instructions. 
Moreover, participant teachers believe that effective teaching must entail embracing 
students’ understanding. According to T-3, 
 
Teachers must ask questions about the content delivered to find out whether or 
not students understand his or her lecture. In my case, observing their facial 
expressions, I usually understand whether or not students understand the 
content. Effective teaching must incorporate it because once the teacher 
understands that students are not getting the points, he or she can simplify the 
content and use examples for better understanding. 
 
Teachers also defined effective teaching as meeting objectives of the lesson plan for a particular 
class. T-3 delineated,  
 
Effective teaching is associated with meeting objectives of the lesson plan. In 
every class, I have some objectives to be attained. 
 
Approach to Classroom Management Before and After TESOL 
 
We attempted to trace the beliefs about classroom management approaches carried out 
by the participants before and after the TESOL program. It was identified that teachers 
undertook various steps as part of classroom management approaches before the TESOL 
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program. Before the TESOL programs, ethical aspects were of more importance to the teachers 
when they attempted to manage their classes. T-1 exemplified,  
 
I focused on students’ respect for the teacher and whether or not they were 
abiding by my instructions. I asked them to remain silent. If they made a noise, 
I changed their seats. I also used to scold them as I believed this was the only 
way to preclude their unfair actions in the classroom. 
 
Teachers used to be authoritative in the classroom before attending the TESOL programs. As 
T-3 elaborated, 
 
I believed in shouting at students. I believed in scolding them for talking during 
the lecture. Such acts make students attentive to the lesson. 
Teachers were not accessible to students because of their attitude. They were not welcoming. 
By and large, a space of fear was created through their attitude. However, after the TESOL 
programs, teachers got rid of their authoritative actions in the classes. After entering the class, 
teachers offer prompts to increase interest in their lessons. T-2 shared, 
 
In the beginning, I inform them about a gift for the best three performers in the 
class. That is how I grab their attention, as part of my classroom management 
approach. 
 
After the TESOL programs, the idea of empathy was cultivated in teachers’ beliefs. 
They started embracing the situation of the students and behaving accordingly. To illustrate, 
T-1 articulated, 
 
My language class comprises students of the pharmacy department. I often find 
them tired because of their heavy engagement with experiments in the 
laboratory. Because I believe in empathy, and therefore, I do not scold them 
even if they appear inattentive. I try to boost them because I feel for their 
tiresome sessions in the lab. 
 
Teachers expressed firm belief on the ground that through empathy they can build 
rapport with the learners. Added to this, because of having empathy in mind, teachers feel the 
urge to motivate students and involve them in the learning process. Teachers also confirmed 
that they perceived the seating arrangement in the classroom as one of the management 
approaches. As T-2 explicated, 
 
I feel that the seating arrangement contributes to creating a participatory 
environment in the classroom. That is why I believe in students sitting in circles. 
I perceive this might yield a good communicative atmosphere. No student tends 
to make any noise. Standing in the middle, the teacher would play the role of a 
moderator. 
 
After TESOL programs, participant teachers believe that they have to be friendly, open, 
accessible, and diplomatic in terms of classroom management. T-3 highlighted,  
 
When I call my students, I add “dear” before their names. I smile while talking. 
I believe that these would help students feel friendly and motivate them to raise 
questions. That is how I create an atmosphere so that students can be 
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spontaneous in the class. Even when I see someone making noise, instead of 
shouting, I call their name and say “good morning/noon.” The student 
immediately understands his or her fault and rectifies it. 
 
In conjunction with these, participants also believe that teachers’ monitoring is one of the 
crucial classroom management approaches. As T-3 opined,  
 
When the teacher monitors students’ activities, he or she can understand the 
extent of students’ involvement in the lesson, and take action easily. Students 
also know that their teacher is observing their actions. They are prone to be 
engaged. 
 
Other participants were of the same view. Observing the classroom, it was found that 
after assigning individual, pair, or group work, teachers move from one student to another, 
from one pair to other pairs and from one group to other groups. Such acts of teachers stimulate 
students’ deliberate participation in classroom activities. 
 
Perceived Quality of a Good Teacher Before and After TESOL 
 
We attempted to encompass the participants’ understanding, before and after the 
TESOL program, on the quality of a good teacher. The beliefs of the respondents entailed 
diverse features that characterized a good teacher before they enrolled in the TESOL program. 
The participant teachers collectively responded that understanding students’ emotions, 
enthusiasm, strengths, potentiality, and room for improvement, constitute the overall feature of 
a good teacher. These were the components that shaped their beliefs about the quality of a good 
teacher before the TESOL program.  
However, after the TESOL program, teachers’ beliefs about the quality of a good 
teacher remain embedded in multiple factors. Teachers commonly shared the belief that a good 
teacher has to be fair instead of being biased. He or she must welcome questions. He or she has 
to prepare a lesson plan for a particular class, adopting a proper teaching approach and must be 
adequately prepared before entering the class. He or she must be a good manager throughout 
the class time. On top of all this, he or she has to know the contents of the subject he or she is 
teaching. He or she should be a facilitator rather than a teacher. His or her focus must be on 
creating an interactive atmosphere. As such, it became conspicuous that teachers’ previously 
held beliefs, which were developed before the TESOL program, gained a new dimension after 
the TESOL programs.  
The report based on the classroom observation suggested that teachers followed the 
lesson plans that contained clearly articulated objectives of the lessons. Teachers attempted to 
accomplish the objectives of particular lessons. They allocated specific time for the specific 
task of the lesson. They engaged students in either pairs or groups depending on the nature of 
the tasks. We observed that the class was not lecture-oriented. The teachers tried to create class 
interaction with questions or asking for their opinion about the topics of the classes as prompts.  
By analyzing the participants’ responses derived from the semi-structured interviews 
and classroom observations, we answered the main research questions that guided the current 
study. Teachers’ beliefs about teaching were associated with several fallacies before they 
enrolled in TESOL programs. It seemed that they were a bit rigid about classroom 
management, incorporating methodology, using materials, and defining good teachers and 
effective teaching prior to their enrollment in the TESOL program. However, their beliefs 
regarding these antecedents shifted to another dimension after completing the TESOL program, 
as interview data suggested. Given below is a table that summarized the beliefs about teaching 
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held by the participant teachers before and after the TESOL programs. The Table also depicted 
the classroom practices of the participant teachers after TESOL programs. 
 
Table 4: Changing Pattern of Teachers’ Beliefs 
  Beliefs                         Before TESOL                       After TESOL Practices after TESOL 
Role in the 
classroom 
▪ Delivering the 
contents of the 
lesson; 
▪ Conducting limited 
actions in the class; 
▪ Being oriented to 
basic teaching;  
▪ Maintaining time 
management; and 
▪ Focusing on the 
accent. 
▪ Incorporating class 
dynamics; 
▪ Creating student-
centered classroom;  
▪ Undertaking diverse 
concerns; and 
▪ No emphasis on the 
accent. 
▪ The teachers attempted 
to address students’ 
queries; 
▪ Tried to engage passive 
students; 
▪ Used contextual 





▪ Westernized fashion; 
and  
▪ Judging as a symbol 
of self-glorification. 
▪ An inevitable part of 
teaching; 
▪ Guidance for teaching 
trajectory; 
▪ Prime Catalyst of 
Language Classroom; 
▪ Catering integrated 
approach; 
▪ Ensuring students’ 
prominence; and 
▪ Creating an avenue for 
reducing teachers’ 
burnout.  
▪ Incorporated teaching 
methodologies-driven 
different activities, 
which required students’ 
interactions either being 




▪ Book ▪ Authentic materials; 
▪ Anything and 
everything; 
▪ Students; and 
▪ Audiovisual aids 
▪ Deployed visual aid to 
teach how to write 
Thesis statement for 
developing 
Argumentative essay and 
writing paragraph. 
▪ Employing audiovisual 
aids (e.g., the speech of 
Steve Jobs and Barack 
Obama)  to teach stress, 




▪ Entering, doing and 
leaving; and 
▪ Delivering the 
contents effectively. 
▪ Ensuring the 
participation of the 
students; 
▪ Delivering clear 
instruction; 
▪ Embracing students’ 
misunderstanding; and 
▪ Entirely guided by the 
lesson plan, which 
contained clearly 
articulated aim and 
objectives, to conduct 
the class, 
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▪ Meeting the objectives 
of the lesson. 
▪ Incorporated activities 
which were in line with 
the objectives, 
▪ The entire class-time 
was divided into 
different segments 
entailing different 
activities, meaning that 
specific time is allocated 




▪ Being focused on 
ethical aspects; and 
▪ Maintaining an 
authoritarian attitude 
▪ Using interesting 
prompts; 
▪ Applying empathy; 
▪ Manipulating seating 
arrangement; 
▪ Projecting friendly 
approach; and 
▪ Monitoring the class. 
▪ Assigned individual, pair 
and group work, 
▪ Frequent movement 
from one student to 
another to monitor the 
class in order to ensure 
students’ engagement.  
▪ Maintained a smile on 
the face that informed 
teachers’ gestures to 
welcome questions.  





potentiality, room for 
improvement, etc. 
▪ Being unbiased; 
▪ Being approachable  
▪ Preparing and 
following a lesson plan; 
▪ Acting as good 
manager of class time; 
▪ Knowing content; 
▪ Being a facilitator; and 
▪ Creating an interactive 
atmosphere.  
▪ The objective-based 
lesson plans along with 
the tasks, eloquent 
interactions, employment 
of individual, pair, and 
group work shaped the 





As realized from the interview data, before attending TESOL programs, teachers 
possessed different beliefs about teaching, particularly about their roles in classrooms, teaching 
methodologies, teaching material resources, effective teaching, classroom management 
approaches, and teachers’ qualities that were filled with stereotypical ideologies that often 
emanated from their prior experience as learners. That is why Lortie (1975) talked about 
“apprenticeship of observation,” undertaking the idea that instructional experiences generated 
from schools, colleges, and universities map a framework for formulating beliefs about 
teaching. Riedler and Eryaman (2016), and Yüksel and Kavanoz (2015) also reverberated the 
nature of beliefs formed as an outcome of their subject matter and instructional practices that 
enrollees tend to carry out before immersing in teacher education programs. However, Lortie 
(1975) claimed that teachers’ preconceived beliefs about teaching were challenged during 
teacher education programs. Eventually, after completion of teacher education programs, 
teachers experienced radical changes in terms of their beliefs.  
As regards the current study, the teachers’ beliefs underwent a drastic shift after the 
TESOL programs. For instance, teachers started incorporating class dynamics, creating a 
student-centered classroom, employing warm-up activities, and building a rapport with 
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students as inevitable parts of teachers’ roles. Calderhead (1996) articulated that some teachers 
perceive teaching as offering an interactive environment in the classrooms, which participant 
teachers are doing by incorporating class dynamics, creating a student-centered classroom, 
employing warm-up activities, and building rapport with students. Participant teachers believed 
that they need to take part in the lesson plan and material development processes, with an 
illustration that these involvements would lead them to conduct more focused and effective 
classes. Izadinia’s (2012) study also echoed the same concern. Participants of his study 
believed that designing and developing materials for the students are also significant 
responsibilities of the teachers. Teachers should not expect them to be followers of step-by-
step guidelines given in ready-made materials. Instead, going beyond the operational and 
implementation level of teaching (Ben-Peretz, 2001), teachers should focus on preparing lesson 
plans and designing materials.  
Now the question is why our participants made changes in their beliefs about teaching, 
as many studies expressed tensions that no change in teachers’ beliefs occurred after teacher 
education programs (Biesta et al., 2015; Borg, 2011). Our participants had been involved in 
teaching before the TESOL program. As such, after immersing in this program, they realized 
the shortcomings associated with their earlier approach toward teaching. Thus, their previously 
maintained immature thoughts, concerning learning, teaching, teachers’ roles, students, and 
pedagogy, underwent a drastic change after the TESOL programs. Pertinently, our participants 
were capable of apprehending the mismatch between their earlier practices and inputs imparted 
by the TESOL programs, which enabled them to change their beliefs about teaching. 
Undertaking such a phenomenon, it can be claimed that the TESOL programs, encompassed in 
the current study, yielded sufficient coverage of the course contents that conveyed a clear 
perception regarding pedagogy, teaching, and learning. Eventually, the current study witnessed 
the changes in teachers’ beliefs regarding their roles. Added to these, the participant teachers 
of the current study commenced student-centered classrooms, which is a sign of their newly 
formed beliefs. The finding of Farrell and Ives’s (2015) study also suggested that participants 
exhibit strong advocacy in favor of students’ active involvement in the learning process.  
Most importantly, a drastic change in teachers’ beliefs took place in terms of teaching 
methodologies. After the TESOL programs, participants believed methodology as playing a 
pivotal role in the language classroom. Being part of the Methods and Practice of Teaching 
ESL course, the teachers remodeled their beliefs about teaching methodologies. They realized 
the necessity of these in a language classroom. Teachers in this study articulated the adoption 
of the eclectic method. The idea of an eclectic method is enacted to the combination of a 
different method of teaching and learning approaches (Kumar, 2013). Additionally, it includes 
varying degrees of language learning activities that teachers incorporate by being motivated by 
different underlying assumptions of language teaching (Larsen-Freeman, 2000). The expansion 
of these ideas was adequately explored in the TESOL programs that empowered participants 
to apply or combine the teaching methodologies depending on the nature of students. For 
example, if students show passiveness in the classroom, teachers will design activities that are 
more engaging and motivational. Besides, Aksoy (2015) highlighted that teachers’ beliefs 
about teaching act as a decisive factor in their adopting a particular approach or approaches of 
teaching.  
As regards teaching material resources, participants’ perceived belief before the 
TESOL programs concerned the sole use of the coursebook in the classrooms, although a new 
spirit was observed in their beliefs after the TESOL programs. They started perceiving the 
employment of authentic materials and audiovisual aids as teaching material resources. We 
argue that a good dose placed in the respondents’ minds through the TESOL programs reshaped 
their beliefs. For example, the courses titled “Use of Technology in ELT,” and “Syllabus, 
Curriculum and Material Design and Evaluation” potentially reshaped their beliefs.  
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The current study also observed meticulous changes in participant teachers’ beliefs as 
regards their approaches to classroom management, which we admit was an impact of the ELT 
Leadership and Management course. Also, we claim that teaching practicum courses assisted 
teachers to reshape such beliefs. In the teaching practicum courses, our participants had the 
opportunity to receive what is generally termed as “teachers’ clinical experience.” Generally, 
this sort of teaching practicum course involves students in the classroom observations—as part 
of the course responsibilities—that empower them to manage the classroom by applying 
various strategies. In TESOL programs, participant teachers had been assigned an experienced 
language teacher with whom they were participating in different classes as observers and they 
noted how those classes were conducted and how teachers got students engaged in different 
activities—which is known as “shadow teaching.” Such practical orientation had contributed 
to remodeling teachers’ beliefs about teaching. According to Shulman (1987), Tabacbnick and 
Zeichner (1984), and Eryaman (2006), teachers’ beliefs changed due to the experience gathered 
from school practicum during the teacher education programs. Pajares (1992), in this regard, 
claimed that through continuous observation, their previously constructed set of beliefs are 
adjusted and encultured to teaching. Furthermore, teachers also shifted their focus in terms of 
accent. Through TESOL programs, they became cognizant about the idea that accent is not an 
indicator of the ability to teach English. Those who have gone through the process of learning 
a second language, English or otherwise, are often good teachers of the language because they 
have undergone a complex process of discerning and comparing rules and patterns of the 
language they use/know. 
Moreover, the perceptibility of the participants regarding empathy was visible in this 
study. Due to this, teachers inculcated the necessity of maintaining a good rapport with the 
students. Participants in Borg’s (2011) study also exerted substantial emphasis on building 
rapport with students, which was also an added epiphany to teachers’ beliefs, after they 
completed the teacher education program. Interviewees of this study also shed light on 
motivating learners, which is also a result of their apprehension of empathy. Borg (2011) 
demonstrated the importance of motivation, as expressed by the participants, to drive students 
for learning.   
As regards the practice concerning belief, this study witnessed a consistency between 
participant teachers’ beliefs and practices. Ultimately, beliefs had a visible influence on 
participant teachers’ practice. The studies conducted by Borg (2003), Farrell and Ives (2015), 
Ng and Farrel (2003), Mangubhai et al. (2004), and Phipps and Borg (2007) also observed a 
greater influence of teachers’ beliefs on their classroom practices. However, this is not the case 
for all teacher education programs. For instance, Tajik, Mirhosseini, and Ramezani (2019) 
reported that participants’ beliefs remained unchanged after the teacher education program 
since the relative orientation of theory and practice became unexplored.  
Considering the congruence of the teachers’ beliefs and practices, we need to place the 
nuances that led the current study to observe the consistency between teachers’ articulations 
and their actions. After attending TESOL programs, participant teachers, with their newly 
constructed beliefs, started preparing specific objectives-driven lesson plans for the English 
language classes and designing materials, sometimes from course books and sometimes from 
other resources, selecting activities based on the materials and allocating specific time for 
specific tasks. As such, participant teachers became measurably more successful in 
implementing their beliefs into classroom practices. This was possible as teachers’ beliefs were 
built on Calderhead’s elicitation—teachers perceived teaching as a medium of facilitating 
learning. 
According to Clark and Peterson (1986), and Li and Walsh (2001), teachers’ beliefs 
about teaching techniques, classroom management, and dealing with problems determine the 
way teachers design their classes. Borg’s (2011) also illuminated that the theoretical knowledge 
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that teachers received through the TESOL program stimulated the changes in their classroom 
practices, which is a prominent phenomenon in the current study. Another contention in this 
ground, we believe, is that TESOL programs that were highlighted in this study offer the 
Teaching Practicum II course which is featured with “shadow teaching” for the enrollees. As 
such, as we claim, they have got the chance to experience the actualities and technicalities of 
the real classroom. On top of that, they can relate the theories – learned through different 
courses of TESOL – to a real classroom. Added to this, Teaching Practicum I course is offered 
which allows enrollees to conduct language classes for 32 hours. Eventually, they have got 
another chance to relate the theories to the classroom practice. Ultimately, with substantial 
evidence on the relationship between theory and practice, the beliefs of the enrollees 
concerning the practical aspects of language classrooms were constructed.  
 
Implications of the Study 
 
There is little doubt that a teacher training program like TESOL is “an important agency 
with a powerful capacity to impact student teachers’ socialization” (Al-Issa, 2008), and hence, 
this study carried great implication in creating effective English language teaching-learning 
policy implementation not only at the national domain but also in international territory. This 
would help the government and related agencies to encourage teacher education programs, 
including TESOL/TESL/TEFL [Teaching English as a Second/Foreign Language] in the 
contexts that have been suffering from inadequate in-service training programs (Rahman et al., 
2019a). The existing in-service teacher training programs, usually arranged for 3-10 days 
(Karim et al., 2018), impart superficial ideas and knowledge about various aspects of teaching 
by eluding focus on contextual relevance (Karim et al., 2017), which exhibited limited success 
to bring change in the teachers’ beliefs and practices. Therefore, to shuttle new beliefs for the 
teachers, the teacher education program should incorporate practical aspects of teaching, where 
enrollees will be able to embrace the relationship between theory and practice. 
TESOL/TESL/TEFL programs have been phenomenal in this regard since these are designed 
by incorporating different theoretical and practical grounds that transport teachers’ beliefs to 
another dimension, and thereby, change teachers’ classroom practices. 
 
Limitations and Future Research 
 
The limitation of the study is associated with exploring the TESOL programs, meaning 
that we only intended to trace the changing pattern of teacher beliefs and practices of the 
graduates who enrolled in TESOL programs. However, many of the universities in this polity 
offer graduate programs namely MA in ELT (English Language Teaching), which were not 
included in the current study. The rationale that underpinned the exclusion of MA in ELT 
graduates concerned the fact that this program also offers the same or similar courses as TESOL 
(please see Karim et al., 2019b for details). Thus, the contribution of the ELT program on 
teacher beliefs and practices can be assumed through the findings of our study. With such an 
assumption in place, we considered the investigation to be carried out on the TESOL program 
subject to teacher beliefs and practices. Moreover, we explored the beliefs and practices of the 
teachers who had exposure to teaching at the university and were equipped with previously 
held beliefs about teaching before immersing in TESOL programs. They had been in the 
teaching profession when they participated in TESOL programs. Thus, in short, we explored 
the teaching-oriented beliefs and classroom practices of the in-service teachers. However, 
further studies are warranted to understand the changing pattern of beliefs and practices of the 
TESOL or ELT graduates, who are identified as pre-service teachers. For further researchers 
to conduct the studies, we recommend a longitudinal study through which the beliefs of 
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different time-frame can be informed. Last but not least, future research should undertake high-
school and college teachers, who underwent TESOL or ELT programs, to examine the status 
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